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IMPROVING INTERMEDIATE LITERACY 
0ÒÏÆÅÓÓÉÏÎÁÌ $ÅÖÅÌÏÐÍÅÎÔ &ÁÃÉÌÉÔÁÔÏÒȭÓ 'ÕÉÄÅ 

 
Recommendation 1: Provide explicit vocabulary instruction.  

 
-ÁÔÅÒÉÁÌÓ #ÈÅÃËÌÉÓÔȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣς 

3$% )ÎÔÒÏÄÕÃÔÉÏÎȾ "ÁÃËÇÒÏÕÎÄȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣσ 

0ÒÅÓÅÎÔÅÒȭÓ &ÁÃÉÌÉÔÁÔÉÏÎ 3ÃÒÉÐÔȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȢτ-30 
 
(ÁÎÄÏÕÔÓȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȢ σρ 
 
Background Resources for &ÁÃÉÌÉÔÁÔÏÒȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣσς-40 

2ÅÆÅÒÅÎÃÅÓȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣȣτρ 
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Materials checklist and notes:  
 

Item  Consumable 
Y or N 

Quantity  Notes:  

Computer     

Projector    

Clicker     

Power Point Presentation   
on USB or Computer  

   

Handouts    

Chart paper & pens    

Sticky notes     

Agenda    

Sign In forms      

Evaluation form    

Articles to be read    

Blue and yellow highlighters    

Etc.    
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About the guide  
This guide was developed as a model for intermediate schools teaching children in grades 4-8. It is offered as a complete 
training resource for evidence-based practices that support literacy in fourth through eighth grade. Designed to support 
instructional leaders to deliver effective training to teachers, this guide provides nine evidence-based strategies with practical 
application ideas and examples, as well as resources for immediate implementation with children and in classrooms. 
The components in this guide are derived from the Institute for Educational Sciences (IES): Improving Adolescent Literacy, 
×ÈÉÃÈ ÉÎÃÌÕÄÅÓ Á ÃÏÌÌÅÃÔÉÏÎ ÏÆ ȰÂÅÓÔ ÁÖÁÉÌÁÂÌÅ ÅÖÉÄÅÎÃÅȱ ÒÅÌÁÔÅÄ ÔÏ ÓÐÅÃÉÆÉÃ ÔÏÐÉÃÓȢ -ÏÒÅ ÉÎÆÏÒÍÁÔÉÏÎ ÃÁÎ ÂÅ ÆÏÕÎÄ ÏÎ ÔÈÅ )%3 
website: www.ies.ed.gov. 
 
Both the guide and presentation materials were compiled by the Northwest Comprehensive Center at Education Northwest for 
the Idaho State Department of Education. 
 
How to use the guide  
This guide is designed to accompany the training provided to an instructional leader (coach, teacher, administrator) who 
works with and supports teachers to utilize evidence-based strategies to improve outcomes for intermediate children in 
grades 4-8. The instructional leader will be trained to facilitate and lead learning in a school and/or district setting. The 
ÆÁÃÉÌÉÔÁÔÏÒȭÓ ÇÕÉÄÅ ÉÎÃÌÕÄÅÓ Á ÐÒÅ-formatted slide presentation with an associated script. Materials for use by the trained 
facilitator also include handouts and additional web-based resources to share with teachers. 
 
The design of the guide provides flexibility to facilitators to respond to school or district needs in a targeted manner. Each 
evidence-based practice can be provided as brief training sessions over the course of a school year. These recommendations 
can be grouped into common threads and presented or provided as a full or half day professional development session. The 
practices introduced and subsequent activities are not content-specific and support improving literacy across content areas in 
grades 4-8. 
 
What participants need to  bring  
The participants attending this professional learning session should bring their core instructional materials, teacher manuals, 
textbooks, and/or grade level standards. Throughout the session, they will be asked to reference and make connections to the 
instructional tools (core instructional materials) they are currently using. 
 
  

http://www.ies.ed.gov/
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0ÒÅÓÅÎÔÅÒȭÓ &ÁÃÉÌÉÔÁÔÉÏÎ !ÇÅÎÄÁȡ 
 
Outcomes (post on chart paper) 

Å Describe 2-3 evidence-based research practices for providing explicit vocabulary instruction in a specific content 
area.  

Å Identify and apply those practices to current core instructional materials, teacher manuals, textbooks, and/or grade 
level standards. 

 
Engagement Structures 

Å Structured Partners (group of 2 at table) 
Å Table Groups 
Å Pairs-to-Square (two  partner pairs come together to create group of 4) 
Å Discussion Placemat (from Discussion moduleɂwill be used as engagement and discussion structure in this 

module) 
Å Talking Chips 
Å Additional embedded engagement strategies--quick writes, weighty words, inside-outside circle, cold call, whip 

around 
 

Slides  Time  Suggested Script   

  
1 

5 min. Welcome 
(Introduce yourself, colleagues, and participants.  Establish structured 
partners and have partners identify whether they will be a 1 or a 2 during 
partner work.) 
 
4ÏÄÁÙȭÓ ÐÒÅÓÅÎÔÁÔÉÏÎ ÏÎ ,ÉÔÅÒÁÃÙ ÆÏÒ )ÎÔÅÒÍÅÄÉÁÔÅ ,ÅÁÒÎÅÒÓ ×ÁÓ ÄÅÖÅÌÏÐÅÄ ÉÎ 
partnership with the Idaho State Department of Education and the Northwest 
Comprehensive Center at Education Northwest, a nonprofit organization. 
 
The goal of this workshop is to share evidence-based recommendations for 
improving intermediate literacy.  It is designed to provide the research and 
practical ideas for meeting the needs of all students, including struggling 
readers across content areas.  We have two outcomes for today (point to 
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chart paper.)  By the end of this training, you will be able to: 
 

Å Describe 2-3 evidence-based research practices for providing 
explicit vocabulary instruction in a specific content area.  

Å Identify and apply those practices to current core instructional 
materials, teacher manuals, textbooks, and/or grade level 
standards. 
 

Our shared goal is to provide support for Idaho educators, as together we are 
challenged with equipping fourth through eighth grade children with literacy 
skills, so these children can competently meet the college- and career-ready 
expectations they will be facing in just a few more years. 

   
2 

3 min. Quote 
Take a minute to read and reflect on this quote  
(Allow think time).  
 
What does this make you think about as a fourth-eighth grade teacher? 
(Allow people to share their thoughts.) 
 
 What implications does this have for you and for your students? 
(Ask people to share out their thoughts.) 
 
Every day and in every classroom in Idaho, teachers and students are using 
texts to communicate through speaking, listening, writing, and reading. We 
are preparing our students for a world of informational texts. This 
presentation has been prepared for ALL of you here today. 
 
The ability to read critically is the one common factor in all content areas. 
Whether you teach math, science, social studies, English, or technology, we 
ALL teach literacy. 
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 The literacy challenge  ÉÓ ÒÅÁÌ ÆÏÒ ÓÔÕÄÅÎÔÓȟ ÔÅÁÃÈÅÒÓȟ ÐÁÒÅÎÔÓȣ ÁÌÌ ÏÆ ÕÓ ÈÅÒÅȢ  
In 2019 the National Assessment of Educational Progress, or NAEP, was 
administered at schools across the nation. The 2019 report card shows that 
fourth and eighth graders in most states across the nation have stalled or 
declined in reading proficiency during the last decade. A full two-thirds of 
students did not score proficient in reading on the most recent test. One third 
of the nation's fourth-graders tested "below basic." 
 
In Idaho, 34% scored at or above proficient in fourth grade and 37% scored 
at or above proficient in eighth grade reading.  Both of these scores were 
above the national average. Further, across the board, Idaho is in the top 15 
in the national rankings.  However, the eight-grade reading score decreased 
by four points in 2019ɂa statistically significant drop. 
 
Students considered proficient or advanced by NAEP standards possess the 
academic literacy skills necessary for school success. The national statistics 
demonstrate that many students leave middle school unable to read 
adequately and are, therefore, unprepared to learn from textbooks at the high 
school level and beyond.  
 
!ÃÃÏÒÄÉÎÇ ÔÏ *ÅÁÎÎÅ #ÈÁÌÌȭÓ ÓÔÁÇÅÓ ÏÆ ÒÅÁÄÉÎÇ ÄÅÖÅÌÏÐÍÅÎÔ ɉρωωφɊȟ ÉÎ ÇÒÁÄÅÓ τ 
and above, students move from the learning-to-read stage to the reading-to-
learn stage.   It is during this stage that students read increasingly more 
demanding academic texts containing challenging words and complex 
concepts beyond their oral vocabularies and knowledge base.  In the critical 
transition period from learning to read to reading to learn, we often see a 
drop-off in reading scores, particularly for socioeconomically disadvantaged 
students.   
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 Educators who work with students in grades 4-8 know that, unfortunately, 
not all children learn to read by the time they leave elementary school.  
In fact, 1 in 4 children in America grow up without learning how to read.  
How does this affect content area learning? What does that do for their 
future? Statistically, 2/3 of students who cannot read proficiently by the end 
of 4th grade end up in jail or on welfare.  

 
5 
 

 (Read slide aloud.) 
 
What is happening from elementary to junior high?  What are you doing at 
your school to improve the 20%?  How are you supporting the students who 
have failed year after year to read and comprehend at grade level? How might 
this affect motivation?  (Structured partner share.) 
 
A few ideas from schools trying to address this issue include: 

 Librarians knowing students lexile levels and guiding them towards 
appropriate books 

 )ÎÔÅÒÖÅÎÔÉÏÎ ÃÌÁÓÓÅÓ ÔÁÒÇÅÔÅÄ ÔÏ ÓÔÕÄÅÎÔÓȭ ÃÏÒÅ ÄÅÆÉÃÉÔÓ ÉÎ ÒÅÁÄÉÎÇɂnot 
simply blanket intervention programs that may or may not address 
specific student needs 

 Reading clubs where students sign up for books to read 
 Grade level novels with audible for students who need additional 

support 
 Strong Tier 1 instruction that meets the needs of all students, not just 

those on grade level 
 Etc. 
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 Ȱ,ÅÁÒÎÉÎÇ ÔÏ ÒÅÁÄ ÉÓ ÃÒÉÔÉÃÁÌ ÔÏ Á ÃÈÉÌÄȭÓ ÏÖÅÒÁÌÌ ×ÅÌÌ-being.  If a youngster does 
not learn to read in a literacy-driven society, hope for a fulfilling, productive 
ÌÉÆÅ ÄÉÍÉÎÉÓÈÅÓȢȱ 'Ȣ 2ÅÉÄ ,ÙÏÎȟ ÆÏÒÍÅÒ #ÈÉÅÆ ÏÆ ÔÈÅ #ÈÉÌÄ $ÅÖÅÌÏÐÍÅÎÔ ÁÎÄ 
Behavior Branch of the National Institute of Child Health and Human 
Development. 
 
Although students who fall behind rarely catch up without intensive 
intervention, research has demonstrated that secondary-level students can 
make significant gains with proper instruction. Evidence also suggests that 
struggling middle school readers can improve their reading skills when there 
is adequate time for instruction and research-validated instructional 
practices are implemented. 
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 Did you know that there also is a close connection between illiteracy (reading 
on or below 4th grade) and crime? (Read quote on slide.)  
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 ,ÅÔȭÓ ÒÅÁÄ ÔÈÉÓ ÑÕÏÔÅ ÉÎ ÕÎÉÓÏÎȢ  2ÅÁÄÙȩ Ȱ,ÅÁÒÎÉÎÇ ÔÏ ÒÅÁÄȣȱ 
 
Do you agree or disagree with this quote? (Thumbs up/Thumbs down). 
Why? (Discuss.) 
 
(Then, before moving onto slide 9, quickly have participants synthesize the 
information on slides 3-8 addressing effects of illiteracy with the activity 
below.) 
 
Write the following question on a sticky note:  Why focus on improving 
literacy instruction in ALL content areas?  Get out your Conversation and 
turn to your structured partner.   
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Our key question is written on your sticky note.  This is what is in the circle of 
the placemat.  We are now going to use the Conversation Skills for Supporting 
Ideas with Examples, located on the top right-hand side of the placement.  
 

1. Partner 1 will pose the question from the sticky note, but reword 
using one of the question prompts in the Supporting Ideas with 
Examples, Prompting section.  For example, if I was partner 1, I could 
ÓÁÙȟ Ȱ#ÁÎ ÙÏÕ ÇÉÖÅ ÍÅ ÁÎ ÅØÁÍÐÌe from the information introduced 
thus far why we need to focus on improving literacy instruction in ALL 
content areas?ȱ 

2. Partner 2 would respond using one of the sentence starters from the 
responding section of the placement, citing a fact from slides 3-8.   

3. Then, partners switch roles--Partner 2 then asks the question using a 
prompt and Partner 1 responds using a sentence starter. 

9 
 

 When we think about improving literacy instruction, nothing will replace an 
effective teacher.   (Direct participants to write 20x on a sticky note.) 
 
The teacher is the most important factor in student learning.  A teacher is 20x 
more powerful than any other intervention.  And yet it is also true that there is 
more variance from classroom to classroom than there is from school to 
school or district to district.    

10 

 (Read the quote aloud.) 
 
As we previously discussed, the ability to read critically is the one common 
factor in all content areas. Whether you teach math, science, social studies, or 
technology, we ALL must provide good literacy instruction to ensure students 
have the skills and strategies necessary to be successful in school and beyond.  
 
Our goal today is to provide some specific tools for improving literacy 
instruction in grades 4-8.  You were asked to bring some teaching materials, 



10  

such as core instructional materials, teacher manuals, textbooks, lesson plans, 
and/or grade level standards, so you can apply new tools for improving 
ÌÉÔÅÒÁÃÙ ÄÕÒÉÎÇ ÔÏÄÁÙȭÓ ÓÅÓÓÉÏÎȢ 
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 Recognizing the value of consistent, real-world learning goals to ensure all 
students are graduating high school prepared for college, career, and life, our 
state adopted Idaho Content Standards in 2011.  
 
(Pull up standards on the website and show where the literacy standards are 
and where their content standards are located.)  
 
Although labeled on the SDE website as English Language Arts/Literacy, 
these standards provide a framework for literacy not only in English 
Language Arts, but across content areas in history/social studies, science, and 
technical subjects.  4ÏÄÁÙȭÓ ÉÎÆÏÒÍÁÔÉÏÎ ÏÎ ÉÍÐÒÏÖÉÎÇ ÉÎÔÅÒÍÅÄÉÁÔÅ ÌÉÔÅÒÁÃÙ 
ÆÉÔÓ ÉÎÔÏ )ÄÁÈÏȭÓ %ÎÇÌÉÓÈ ,ÁÎÇÕÁÇÅ !ÒÔÓ ɉ%,!ɊȾ,ÉÔÅÒÁÃÙ 3ÔÁÎÄÁÒÄÓ ɉ2ÅÁÄÉÎÇȡ 
Literature, Reading: Informational text, and Literacy in History/Social 
Studies, Science, and Technical Subjects.) Standards and curriculum work 
together to guide teachers in understanding what students should know and 
be able to do.  
 
Idaho has adopted not only these ELA/Literacy standards, but also content 
standards for various disciplines, such as history, science, health, the arts, etc.  
The content standards for a specific content area or discipline provide 
guidance on the WHATɂwhat content teachers should. In contrast, the 
ELA/Literacy standards for literacy in history, social studies, science, and 
technical subjects provide the HOWɂsuch as how teachers can use reading, 
speaking, listening, and speaking to help students access and learn the 
content.  Content teachers are not expected to be reading teachersɂbut they 
are responsible for using their content area expertise to help students meet 
the challenges of reading, writing, speaking, listening, and language in their 
respective fields.  
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The Idaho State Department of Education (SDE) website provides a link to the 
Standards by grade level, and that link is listed in the references.  
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 The Idaho Standards incorporates three key shifts in ELA, history/social 
studies, science, and technical subjects: 

1. Regular practice with complex texts and their academic language 

Rather than focusing solely on the skills of reading and writing, the 
ELA/literacy standards highlight the growing complexity of the texts 
students must read to be ready for the demands of college, career, and life. 
The standards call for a staircase of increasing complexity so that all 
students are ready for the demands of college- and career-level reading no 
later than the end of high school. The standards also outline a progressive 
development of reading comprehension so that students advancing 
through the grades are able to gain more from what they read. 

Closely related to text complexity and inextricably connected to reading 
comprehension is a focus on academic vocabulary: words that appear in a 
variety of content areas (such as ignite and commit). The standards call for 
students to grow their vocabularies through a mix of conversation, direct 
instruction, and reading.  

2. Reading, writing, and speaking grounded in evidence from texts, both 
literary and informational  

The Common Core emphasizes using evidence from texts to present careful 
analyses, well-defended claims, and clear information. Rather than asking 
students questions they can answer solely from their prior knowledge and 
experience, the standards call for students to answer questions that 
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depend on their having read the texts with care. 

4ÈÅ ÒÅÁÄÉÎÇ ÓÔÁÎÄÁÒÄÓ ÆÏÃÕÓ ÏÎ ÓÔÕÄÅÎÔÓȭ ÁÂÉÌÉÔÙ ÔÏ ÒÅÁÄ ÃÁÒÅÆÕÌÌÙ ÁÎÄ ÇÒÁÓÐ 
information, arguments, ideas, and details based on evidence in the text. 
Students should be able to answer a range of text-dependent questions, 
whose answers require inferences based on careful attention to the text. 

3. Building knowledge through content-rich nonfiction 

Students must be immersed in information about the world around them if 
they are to develop the strong general knowledge and vocabulary they need 
to become successful readers and be prepared for college, career, and life. 
)ÎÆÏÒÍÁÔÉÏÎÁÌ ÔÅØÔÓ ÐÌÁÙ ÁÎ ÉÍÐÏÒÔÁÎÔ ÐÁÒÔ ÉÎ ÂÕÉÌÄÉÎÇ ÓÔÕÄÅÎÔÓȭ ÃÏÎÔÅÎÔ 
knowledge. Further, it is vital for students to have extensive opportunities to 
build knowledge through texts so they can learn independently. 
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 Here are two example standards for Literacy in History/Social Studies, 
Science, and Technical Subjects, grades 4-8.  
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 There is also another great resource, Vertically Aligned Standards, on the 
SDE website called the URL to that resource is listed in the references.  

https://www.sde.idaho.gov/academic/shared/ela-literacy/vertically/Vertically-Aligned-Standards-ELA-Literacy.pdf
https://www.sde.idaho.gov/academic/shared/ela-literacy/vertically/Vertically-Aligned-Standards-ELA-Literacy.pdf
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 Here is an example from the vertical alignment in grades 4-8. 
 
What do you notice about word progression at each grade level? (Discuss and 
share out.) 
 
Think about how you might use the vertical aligned standards document 
when planning lessons.  
 
Any ideas? (Wait time and sharing.) 
 
Again, these Standards broadly reflect the research on improving adolescent 
literacy. 
 
.Ï×ȟ ÌÅÔȭÓ ÄÉÖÅ ÉÎÔÏ ÔÏÄÁÙȭÓ ÓÅÓÓÉÏÎ ÏÎ ÈÏ× ÅØÐÌÉÃÉÔ ÖÏÃÁÂÕÌÁÒÙ ÉÎÓÔÒÕÃÔÉÏÎ 
improves intermediate literacy! 
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 One of our goals as teachers is to develop skilled readers, so that students are 
fully prepared for the rigor of college or a career. 
 
What are some essential components of being a successful/skilled reader? 
  
Think about someone you would consider a skilled reader and describe how 
they think and what they can do.  
 
(Have participants turn and talk with a partner. Then have them share out as 
you generate a mind map to display background schema.) 

 

 3ÃÁÒÂÏÒÏÕÇÈȭÓ 2ÏÐÅȡ  
,ÅÔȭÓ ÃÏÎÓÉÄÅÒ Ô×Ï ÅÓÓÅÎÔÉÁÌ ÃÏÍÐÏÎÅÎÔÓ ÒÅÐÒÅÓÅÎÔÅÄ ÉÎ ÔÈÉÓ ÉÌÌÕÓÔÒÁÔÉÏÎ ÂÙ 
Hollis Scarborough (2002), Language Comprehension and Word Recognition. 
In her illustration, the twisting ropes represent the underlying skills and 
elements that come together to form two necessary braids that represent the 
Ô×Ï ÅÓÓÅÎÔÉÁÌ ÃÏÍÐÏÎÅÎÔÓ ÏÆ ÓËÉÌÌÅÄ ÒÅÁÄÉÎÇȢ %ØÁÍÉÎÁÔÉÏÎ ÏÆ 3ÃÁÒÂÏÒÏÕÇÈȭÓ 
rope reveals how multifaceted each is.  
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17 For either of the two essential components to develop successfully, children 
need to be taught the elements necessary for automatic word recognition 
(i.e., phonological awareness, decoding, sight recognition of frequent/familiar 
words), and strategic language comprehension (i.e., background knowledge, 
vocabulary, verbal reasoning, literacy knowledge). Word recognition is 
developed through intentional, systematic, and explicit instruction in the 
structure of the English language, such as phonics. Language comprehension 
is developed in a variety of ways through exposure to ideas, conversation, 
teacher read alouds, student to student dialogue, and more. In other words, to 
unlock comprehension of text, two keys are required ɂ being able to read the 
words on the page and understanding what the words and language mean 
within the texts that children are reading (Davis, 2006).  
 
&ÁÃÉÌÉÔÁÔÏÒȭÓ ÎÏÔÅ: A more elaborate explanation of the rope can be found 
under the resources section of this guide. This resource is only for the 
ÆÁÃÉÌÉÔÁÔÏÒ ÔÏ ÐÒÏÖÉÄÅ ÍÏÒÅ ÄÅÔÁÉÌÅÄ ÉÎÆÏÒÍÁÔÉÏÎ ÏÎ 3ÃÁÒÂÏÒÏÕÇÈȭÓ 2ÏÐÅȢ  

 
18 
 

 The Simple View of Reading (SVR) (Gough & Tunmer, 1986) 
5ÓÉÎÇ ÔÈÅ ÃÏÎÃÅÐÔÓ ÏÆ 3ÃÁÒÂÏÒÏÕÇÈȭÓ 2ÏÐÅȟ ×ÈÉÃÈ ÄÒÁ× ÏÎ ÔÈÅ ÒÅÓÅÁÒÃÈ-
supported representation of how reading comprehension develops, this 
Simple View chart characterizes skillful reading comprehension as the 
combination of those two separate, but equally important, components: word 
recognition skills and language comprehension ability.  
 
So, we know that we need to account for language comprehension and word 
recognition. Gough and colleagues present this SVR in a mathematical 
algorithm:  WR X LC = C.  WR refers to word level reading and LC refers to the 
ability to understand spoken (oral) language.  It is simple multiplication 
problemɂif one element is low, it affects the final outcome. Just as 
3ÃÁÒÂÏÒÏÕÇÈȭÓ 2ÏÐÅ illustrates, if any of these pieces are missing, it affects the 
end resultɂcomprehension.  How can this help us get more targeted with our 
instruction and intervention?  
 

 Vocabulary Instruction | 18 

Simple View of Reading (SVR) 

Adequate WR 

Adequate LC  

 

Poor WR 

Adequate LC  

 

 
Adequate WR 

Poor LC  

 

 
Poor WR 

Poor LC  

 

WR: Word Recognition 
(phonological awareness, 

decoding, and encoding skills 

LC: Language 

Comprehension (skills related 

to language comprehension) 
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Using the SVR, we can think about four basic profiles of readers: 
 
(Box 1) Look at Box 1. These readers may have adequate word recognition 
and language comprehension. We hope that all our readers are at least 
ÁÄÅÑÕÁÔÅ ÉÎ ÔÈÅ Ô×Ï ÃÏÍÐÏÎÅÎÔÓȢ !ÎÄ ×ÏÕÌÄÎȭÔ ÉÔ ÂÅ ÇÒÅÁÔ ÉÆ ÔÈÅÙ ×ÅÒÅ ÒÅÁÌÌÙ 
good in both components? 
 
(Box 2) Look at Box 2. These readers may have poor word recognition and 
adequate language comprehension, which results in poor reading 
comprehension. In other words, when the text is read orally to them, these 
learners can engage in making adequate inferences and answering the kinds 
of questions that demonstrate an understanding of the text. 
 
(Box 3) Look at Box 3. These readers may have adequate word recognition 
and poor language comprehension, which results in poor reading 
comprehension. Some English learners (ELs) fall into this category, especially 
if their first language shares an alphabetic sound system, such as Spanish. 
Native speakers of English who fall into the category are sometimes referred 
ÔÏ ÁÓ Ȱ×ÏÒÄ ÃÁÌÌÅÒÓȱȢ 4ÈÅÙ ÃÁÎ ÒÅÁÄ ÅÖÅÒÙ ×ÏÒÄ ÂÕÔ ÃÁÎÎÏÔ ÕÎÄÅÒÓÔÁÎÄ ÔÈÅ 
text. Another more technical term is hyperlexic. This is similar to when you 
learn to read a foreign language, such as Italian, and can pronounce the words 
ÁÎÄ ÓÅÎÔÅÎÃÅÓȟ ÂÕÔ ÃÁÎȭÔ ÔÒÁÃË ÔÈÅ ÍÅÁÎÉÎÇ ÄÕÅ ÔÏ ÐÏÏÒ ÖÏÃÁÂÕÌÁÒÙ ËÎÏ×ÌÅÄÇÅ 
or misunderstanding the grammar and syntax. 
 
(Box 4) Now look at box 4. These readers may have poor word recognition 
and poor language comprehension, which results in poor reading 
comprehension. If a student has poor word recognition, you will need to 
assess language comprehension using read alouds, or something similar, to 
determine if they also struggle with language comprehension.  
 
Our task is to find out why a reader is having difficulties. We want to find 
ÅÁÃÈ ÒÅÁÄÅÒȭÓ ÓÔÒÅÎÇÔÈÓ ÁÎÄ ÃÁÐÉÔÁÌÉÚÅ ÏÎ ÔÈÏÓÅ ÓÔÒÅÎÇÔÈÓȢ ,ÉËÅ×ÉÓÅȟ ×Å ×ÁÎÔ 
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to ÆÉÎÄ ÅÁÃÈ ÒÅÁÄÅÒȭÓ ×ÅÁËÎÅÓÓÅÓ ÁÎÄ ÉÎÔÅÒÖÅÎÅ ÏÎ ÔÈÏÓÅ ×ÅÁËÎÅÓÓÅÓȢ 
 
Again, Box 1 is the goal, because we know that children who have success 
with reading comprehension are those who are skilled in both word 
recognition and language comprehension. 
 
This is a big concept.  ,ÅÔȭÓ ÔÁËÅ Á ÍÏÍÅÎÔ ÔÏ ÓÙÎÔÈÅÓÉÚÅ ÔÈÅ ÉÎÆÏÒÍÁÔÉÏÎ 
learned on this slide.  Take out your Conversation Placement.  This time, we 
×ÉÌÌ ÕÓÅ ÔÈÅ ÂÏØ ÌÁÂÅÌÅÄ Ȱ3ÙÎÔÈÅÓÉÚÅ #ÏÎÖÅÒÓÁÔÉÏÎ 0ÏÉÎÔÓȱ located on the 
bottom center of the placement.  
 

1. Partner 1 will prompt with a question listed in the prompting section. 
For example, if I was partner 1, I ÃÏÕÌÄ ÓÁÙȟ ȰWhat key ideas can we 
take awayȩȱ 

2. Partner 2 would respond using one of the sentence starters from the 
responding section of the placement, citing information from the 
Simple View of Reading from slides 3-8.   

3. Then, partners switch roles--partner 2 then asks the question using a 
prompt and Partner 1 responds using a sentence starter. 

 
7ÈÅÎ ÔÈÉÎËÉÎÇ ÁÂÏÕÔ 3ÃÁÒÂÏÒÏÕÇÈȭÓ 2ÏÐÅȟ ÔÈÅ 3ÉÍÐÌÅ 6ÉÅ× ÏÆ Reading, and 
the effects of illiteracy, it becomes clear that all teachers share the goal of 
helping our students develop skillful reading comprehension across content 
areas. We need to embrace that we are all teachers of literacy skills. Do you 
agree? Disagree? What things come to your mind when you hear this? (Pause 
and allow teachers to share with table groups.) 
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 IES Practice Guide 
The components in this presentation are derived from the Institute for 
Educational Sciences (IES): Adolescent Literacy Practice Guide (released 
August 2008), which is a collection of the best available evidence related to 
specific topics. 
 
&ÁÃÉÌÉÔÁÔÏÒȭÓ .ÏÔÅȡ  
There is additional information on the development of the IES guides in 
appendix A of the guide.  A short excerpt on evidence-based practice and how 
it is noted in the guide: ȰThe Institute of Education Sciences (IES) publishes 
practice guides to share evidence and expert guidance on addressing 
education-related challenges not readily solved with a single program, policy, 
ÏÒ ÐÒÁÃÔÉÃÅȢ %ÁÃÈ ÐÒÁÃÔÉÃÅ ÇÕÉÄÅȭÓ ÐÁÎÅÌ ÏÆ ÅØÐÅÒÔÓ ÄÅÖÅÌÏÐÓ ÒÅÃÏÍÍÅÎÄÁÔÉÏÎÓ 
for a coherent approach to a multifaceted problem. Each recommendation is 
explicitly connected to supporting evidence. Using common standards, the 
supporting evidence is rated to reflect how well the research demonstrates 
the effectiveness of the recommended practices. Strong evidence means 
positive findings are demonstrated in multiple well-designed, well-executed 
studies, leaving little or no doubt that the positive effects are caused by the 
recommended practice. Moderate evidence means well-designed studies 
show positive impacts, but there are questions about whether the findings 
can be generalized beyond the study samples or whether the studies 
definitively show evidence that the practice is effective. Minimal evidence 
means that there is not definitive evidence that the recommended practice is 
effective in improving the outcome of interest, although there may be data to 
suggest a correlation between the practiÃÅ ÁÎÄ ÔÈÅ ÏÕÔÃÏÍÅ ÏÆ ÉÎÔÅÒÅÓÔȱ ɉÐȢ 
39). 

 



18  

 
20 

 Recommendations for Improving Literacy  
The IES guide recommends five areas of instruction for improving literacy. 
 
When a practice is recognized as evidence-based: 
¶ It is shown to have a positive effect on student outcomes 
¶ The research design allows one to infer that the practice led to child or 

student improvement 

¶ Multiple high-quality studies have been conducted 
 
Please take a minute to read these five evidenced-based recommendations. 
(Wait time). 
 
Why do you think the IES panelists identified these five things? (Wait and 
allow for sharing). 
 
Notice ÔÏÄÁÙȭÓ ÆÏÃÕÓ is in bold. This session is focused on taking a closer look 
at Recommendation 1: ȰProvide explicit vocabulary instruction Ȣȱ 
 
Our goal today is to provide some tools that can be used across content areas 
for improving student literacy, specifically through explicit vocabulary 
instruction in literacy learning  for all content areas. 
 
After our session today, you will be able to: 
ǒ Describe 2-3 evidence-based research practices.  
ǒ Identify and apply those practices to current core materials. 

 
More information on the five recommendations can be located from the IES 
website: www.ies.ed.gov 
 

http://www.ies.ed.gov/
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 "ÅÆÏÒÅ ×Å ÊÕÍÐ ÉÎÔÏ ÔÈÉÓ ÔÏÐÉÃȟ ÌÅÔȭÓ ÄÉÓÃÕÓÓ ÈÏ× explicit vocabulary 
instruction fits into the larger picture of becoming a skilled reader by 
ÃÏÎÎÅÃÔÉÎÇ ÔÏÄÁÙȭÓ ÆÏÃÕÓ ÂÁÃË ÔÏ 3ÃÁÒÂÏÒÏÕÇÈȭÓ 2ÏÐÅȟ ×ÈÉÃÈ ÄÒÁ×Ó ÏÎ ÔÈÅ 
research-supported representation of how reading comprehension develops. 
Remember, the rope characterizes skillful reading comprehension as a 
combination of two separate but equally important components: word 
recognition skills and language comprehension ability. Vocabulary 
knowledge is a prominent predictor of reading comprehension, and it is 
depicted as a central thread in the language comprehension component, 
because of its connections to background knowledge and language structures 
(Scarborough, 2002). 
 

4ÈÅ ÌÅÖÅÌ ÏÆ Á ÃÈÉÌÄȭÓ ÖÏÃÁÂÕÌÁÒÙ ËÎÏ×ÌÅÄÇÅ ÉÓ Á ÓÔÒÏÎÇ ÐÒÅÄÉÃÔÏÒ ÏÆ ÒÅÁÄÉÎÇ 
comprehension (Duncan et al., 2007). Simply put, not knowing the meaning of 
words in a text makes it quite difficult to comprehend it.   

Partner Activity:  
,ÏÏË ÆÏÒ Á ȰÎÅ×-to-ÙÏÕȱ ÐÁÒÔÎÅÒ ÁÎÄ ÉÎÔÒÏÄÕÃÅ ÙÏÕÒÓÅÌÆȢ 4ÁËÅ ÔÕÒÎÓ ÓÈÁÒÉÎÇ 
ÙÏÕÒ ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÏÆ 3ÃÁÒÂÏÒÏÕÇÈȭÓ 2ÏÐÅȟ ÁÌÏÎÇ ×ÉÔÈ ÁÎÙÔÈÉÎÇ ÙÏÕȭÒÅ 
wondering or have questions about.  (If needed, partners can use the 
Ȱ3ÙÎÔÈÅÓÉÚÅ #ÏÎÖÅÒÓÁÔÉÏÎ 0ÏÉÎÔÓȱ ÆÏÒ ÐÒÏÍÐÔÓ ÁÎÄ ÒÅÓÐÏÎÓÅÓ ÆÒÏÍ ÔÈÅ 
Conversation Placement to structure discussion.) 
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 What strategies, resources, activities do you use in your classroom for 
teaching and learning vocabulary?  Why? 
  
(Have participants answer the question above by completing the following 
activity.  As participants share, post a piece of chart paper at the front of the 
ÒÏÏÍ ÔÉÔÌÅÄȟ Ȱ3ÔÒÁÔÅÇÉÅÓ ÆÏÒ 4ÅÁÃÈÉÎÇ 6ÏÃÁÂÕÌÁÒÙȢȱ  4ÈÉÓ ×ÉÌÌ ÂÅ ÕÓÅÄ ÉÎ ÔÈÅ ÌÁÓÔ 
step of the activity.) 
 

1. Take out a sticky note .  You will have 60 seconds to write down  as 
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many strategies as you can think of that you use in your classroom for 
teaching and learning vocabulary. (Set timer.) 

2. Now turn to your structured partner.  Share ×ÈÁÔ ÙÏÕȭÖÅ ×ÒÉÔÔÅÎ ÏÎ 
your sticky note.   

3. 4ÈÅÎȟ ÔÁËÉÎÇ ÅÖÅÒÙÔÈÉÎÇ ÙÏÕȭÖÅ ÂÏÔÈ ×ÒÉÔÔÅÎ ÉÎÔÏ ÁÃÃÏÕÎÔȟ work 
together to narrow your ideas  down to two  items  ÔÈÁÔ ÙÏÕȭÖÅ 
experienced the most success with in the classroom. 

4. With your partner pair, stand up and join another partner pair  from 
another table to make a group of four.  

5. With your structured group, each partner pair should share their two 
ideas (for a total of four ideas shared in the group.)  Then, discuss 
among your groupɂout of the four ideas shared, what one item  
would they like to share with the whole group? 

6. Designate one person from your group to then go write this one item 
on the chart paper  up front. 

 
Once all groups have shared on the chart paper, share ideas from the list and 
discuss.  
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 Thank you for sharing the strategies you use in your classroom.  
 
(Take one minute to complete Weighted Words activity below.) 
 
Read the quote on the slide.  If you had to choose 5 Ȱ×ÅÉÇÈÔÙ ×ÏÒÄÓȱ ÆÒÏÍ ÔÈÅ 
slideɂwords that carry the most meaning and punchɂwhat would they be?  
Share with your structured partner. 
 
 Remember, knowing the meanings of words in text is necessary to fully 
understand the message being conveyed.  By integrating explicit vocabulary 
instruction into content-areas such as science or social studies enhances 
ÓÔÕÄÅÎÔÓȭ ÁÂÉÌÉÔÙ ÔÏ ÁÃÑÕÉÒÅ ÔÅØÔ-book vocabulary which leads to a deeper 
understanding of content information.  It is also interesting to not that 
comprehension and vocabulary have a reciprocal relationship.  For example, 
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the stronger students vocabulary knowledge, the better they are able to 
comprehend text.  Likewise, the more they read and comprehend, the more 
words they encounter, resulting in deepened and vocabulary knowledge. 
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 ,ÅÔȭÓ ÔÁËÅ Á ÌÏÏË ÁÔ ÔÈÉÓ ÃÈÁÒÔȢ  As you read through the chart, think about a 
student in your classroom that has difficulty reading text related to the 
content you teach.  Consider the following: 
 
Å What parts of the simple view of reading (D or LC or both) might they 

be lacking and why?   
Å How does this feed into the outcomes or behaviors for struggling 

readers we see on the slide?  
Å What strategies that you listed on your sticky and discussed with your 

partner (slide 22) have been most successful in supporting this 
student? 

 

Please keep your students in mind today as we discuss ways to improve 
vocabulary instruction for ALL of your learners. 
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 Explici t vocabulary instruction  is a name for a family of strategies that can 
be divided into two major approaches: 1) direct instruction in word 
meaning , such as retaining word meanings and using words in productive 
language (speaking and writing), using graphic displays of the relationships 
among words (for example, semantic maps) and 2) instruction in strategies  
to promote independent vocabulary acquisition skills including context clues 
or using word parts like prefixes, roots, suffixes to derive the meaning of 
unfamiliar words.  Two strategies that have been identified to increase 
vocabulary and independent word learning are word parts (prefixes, suffixes, 
root words) and context clues.  Because context clue instruction is often one 
of the most widely used strategies implemented in classrooms, we will spend 
address instruction in strategies by focusing on word parts.  
 
We will first explore strategies for direct instruction in word meaning, and 
then look at strategies for teaching word parts. 
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 The IES guide recommends these strategies for providing explicit vocabulary 
instruction. We will be exploring, practicing, and connecting these things to 
your core materials today. 
 
(Use the following activity to deepen understanding of the information on the 
slide.) 
 

1. Direct participants to take a small piece of paper  and tear  it into 
three pieces.  Explain that these are their ȰÔÁÌËÉÎÇ ÃÈÉÐÓȢȱ 

2. Then, take a piece of chart paper  and write  the following three key 
ideas: 
Ɇ Vocabulary and Standards 
Ɇ Current Implementation-Looks Like 
Ɇ Growth 

3. Use the chart paper as a reference point to pose the questions below  
to participants.  Pose one question at a time and have participants 
work in table groups to discuss.  They should use their talking chips  
as they discuss to ensure equality in the discussion. 

 

Questions: 
Ɇ How important is vocabulary to your content and literacy standards? 
Ɇ Which elements are you currently implementing?  What does this look 

like in your classroom? 
Ɇ Which area do you need to grow in the most? 
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 How many of you are content area teachers?  Disciplinary Literacy addresses 
the demands of a specific discipline. 
 
Shanahan and Shanahan (2008) have proposed a model of reading 
development summarized in three phases:  

1. Basic literacy ɀ learning to decode words, develop a reading 
vocabulary, and comprehend text. 



23  

2. Intermediate literacy ɀ using general strategies for decoding 
longer words and comprehending narrative and expository text. 

3. Disciplinary literacy ɀ using specialized strategies for 
comprehending and responding to texts that reflect the demands 
of a specific discipline.  

What is Disciplinary Literacy and why is it important to vocabulary 
instruction?  
Å Terminology is specific to the fields of study. 
Å Different types of words require different ways to identify and learn 

them. 
 
The study techniques depend on the type of words that are learned. 
Disciplinary literacy focuses on teaching students the differences among the 
various texts used in different disciplines and the specialized reading 
practices required for comprehension and critical analysis of ideas within 
each. Some of these differences include specialized vocabulary, types of 
language used to communicate ideas, text structures and text features (e.g., 
boldface headings and vocabulary, diagrams, charts, photographs, captions), 
and sources of information within and across disciplines. 
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 Which words  should you teach your students and how  should you teach 
ÔÈÅÍȩ  &ÉÒÓÔȟ ÌÅÔȭÓ ÔÁËÅ Á ÌÏÏË ÁÔ ÄÉÆÆÅÒÅÎÔ ×ÏÒÄ ÃÁÔÅÇÏÒÉÅÓ ÔÏ ÈÅÌÐ ÕÓ ÁÎÓ×ÅÒ 
this question. 
 
Take time to read over these examples of word categories (point to screen 
and wait time.) 
 
Level I words  are the words of everyday speech usually learned in the early 
grades or at home, though not at the same rate by all children (Biemiller 
2007). They are learned largely through conversation and are not often 
ÃÏÎÓÉÄÅÒÅÄ ÃÈÁÌÌÅÎÇÉÎÇ ÂÅÙÏÎÄ ÔÈÅ ÅÁÒÌÙ ÇÒÁÄÅÓȟ ÓÔÕÄÅÎÔÓ ×ÈÏ ÄÏÎȭÔ ÉÎ ÆÁÃÔ 
know them can easily be left behind.  
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How would you distinguish between Level II ɀ Academic Words and Level III - 
Domain Specific? (Share with structured partner.)  
 
Yes, Level II, or Academic Words, are general words that are transferable or 
portable; words that can be used in writing and orally speaking across many 
ÄÉÓÃÉÐÌÉÎÅÓȢ  ,ÅÖÅÌ )) ÁÒÅ Ȱ×ÏÒÄÓ ÔÈÁÔ ÃÈÁÒÁÃÔÅÒÉÚÅ ×ÒÉÔÔÅÎ ÁÎÄ ÅÓÐÅÃÉÁÌÌÙ 
academic textɂÂÕÔ ÁÒÅ ÎÏÔ ÓÏ ÃÏÍÍÏÎ ÉÎ ÅÖÅÒÙÄÁÙ ÃÏÎÖÅÒÓÁÔÉÏÎȱ ɉ"Åck, 
McKeown, and Kucan 2008).  Level II words appear in all sorts of content 
areas and text types: academic texts (relative, vary, formulate, specify, 
accumulate), technical writing (calibrate, itemize, structure), and literary texts 
(misfortune, dignified, faltered, unabashedly). Level II words are far more 
likely to appear in writing than in speech. The Standards refer to level two 
words as academic vocabulary.  
 
These words require particular instructional attention. They are often vital to 
comprehension, will reappear in many texts, and are frequently part of word 
families or semantic networks. The challenge to teachers is to be alert to the 
presence of Level II words, determine which ones need to be taught, and 
which words deserve more time and attention for richer understanding. 
 
Level III , or Domain Specific, words are words that are particular to that 
content or subject.  They are words that are unique to the particular academic 
discipline.  
 
They are specific to a domain or field of study (lava, fuel injection, legislature, 
circumference, aorta) and key to understanding a new concept within the text. 
Because of their specificity, Level III words are often explicitly defined by the 
text and repeatedly used. Thus, the author takes care to have the text itself 
provide much support in the learning of Level III words. In addition, as they 
are the words that contain the ideas necessary to a new topic, teachers often 
define and reinforce Level III words prior to and after students encounter 
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them in a text.  
 
When considering what set of words to teach, consider both categories.  
 
You can also consider any vocabulary words suggested by the authors of your 
teacher texts and generate a set of academic vocabulary words that you will 
teach across several days using a variety of instructional activities.  
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 (Check for understanding) 
Which words would be important to pre-teach? (Wait for responses.) 
 
(Add to responses, if needed.) 
 
ǒ New words not common to oral language 
ǒ Mature or more precise labels for concepts already under the 
ÓÔÕÄÅÎÔÓȭ ÃÏÎÔÒÏÌ ɉÅȢÇȢ ravenous for hungry) 

ǒ Abstract words not easily pictured (e.g. sensation, predicament)  
ǒ Words that require background knowledge for concept development   
ǒ Multiple -meaning words  
ǒ Words that carry the meaning within the content being read 

 
Examples:  
--background knowledgeɂigneous rocks require knowledge of the process to 
understand  
--Multiple  meaning wordsɂnet, volume, and table in mathematics  
 

 

 Identifying Level II and III  Words  

 
What specific difficulties do students encounter with vocabulary when 
reading in your discipline? How do you address these difficulties? (Talk with 
partner and share out.) 
 

)ÄÅÎÔÉÆÙÉÎÇ ÁÎÄ ÐÒÅÔÅÁÃÈÉÎÇ ÓÐÅÃÉÆÉÃ ×ÏÒÄÓ ×ÉÌÌ ÉÎÃÒÅÁÓÅ ÙÏÕÒ ÓÔÕÄÅÎÔÓȭ 

Core Curriculum Connection 

Vocabulary Instruction | 30 

Activity: Identifying Level 2 and 3 words 

1. With your partner, determine who will read the informational passage and who will 
read the literary passage. 

2. Individually read your assigned passage.  As you read, highlight Level II words 
youôd teach for this passage in yellow.  Highlight Level III words youôd teach for 
this passage in blue.  

3. With your partner, meet with another partner pair to form a group of 4. Discuss 
what you highlighted level II and III and compare. 

4. With your group, place words in the t-chart according to what highlighted words 
will need more time and attention and less time and attention. 
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30 
 

understanding of the text.  ,ÅÔȭÓ ÄÏ ÁÎ ÁÃÔÉÖÉÔÙ ÔÈÁÔ ×ÉÌÌ ÈÅÌÐ ÙÏÕ ÔÏ ÉÄÅÎÔÉÆÙ 
which types of words to preteach students.  
 

Activity: Handout  (Identifying Level II and III Words)  

(Complete this activity with structured partner.  Then, meet with structured 
group to share out and compare findings.) Need non PDF version to add 
questions from slide 31 to handout. 
 

1. Work  with your structured partner to identify who will  read which 
passage.  One partner will do the informational passage and one will 
do the literary passage. 

2. Individually read  your assigned passage.  As you read, highlight  Level 
)) ×ÏÒÄÓ ÙÏÕȭÄ ÔÅÁÃÈ ÆÏÒ ÔÈÉÓ ÐÁÓÓÁÇÅ ÉÎ yellow.  Remember, these are 
words likely to appear across many different types of textsɂacademic 
vocabulary, such as relative or vary. 

3. Highlight  ,ÅÖÅÌ ))) ×ÏÒÄÓ ÙÏÕȭÄ ÔÅÁÃÈ ÆÏÒ ÔÈÉÓ ÐÁÓÓÁÇÅ ÉÎ blue. These 
are domain-specific words. 

4. Meet with your structured part ner.  Then, meet with another partner 
pair to form a structured group of 4.  

5. Identify  the partner in your structured group that read the same 
passage you did.  Discuss which words you highlighted yellow and 
blue and why.  

6. Then, locate the t-chart at the bottom of your assigned passage.  Work 
together to place words in the t-chart according to what words will 
need more time and attention and less time and attention. 

 

Note:  Discuss participant findings from the activity, using the notes below as 
a reference. 
 
,ÅÔȭÓ ÌÏÏË ÁÔ 0ÁÓÓÁÇÅ ρȢ 4ÈÉÓ ÅØÃÅÒÐÔ ÃÏÎÔÁÉÎÓ σςρ ×ÏÒÄÓȡ ÎÉÎÅ ,ÅÖÅÌ ))) ×ÏÒÄÓ 
and phrases and ten Level II words. Understanding of all nine Level III words 
is necessary to fully comprehend this passage. As noted in the introduction, 
these words are often repeated and defined in context. Segregated is 
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introduced in the second paragraph, though determining its meaning from 
this paragraph might be difficult without a clear grasp of discrimination . The 
next paragraph, however, provides more context as well as repetition.  
The second paragraph contains a high proportion of Level III words not 
repeated later in the text, as well as one Level II compound word.  With this 
many words, students might struggle with the words packed together, so 
determining meaning from context becomes more difficult. It is possible that 
these terms were described earlier in the book, but not likely given that this 
excerpt was taken from the introduction. In these situations, if students are to 
have the opportunity to read independently and learn from their reading, 
some words (especially Level III) might need to be introduced before reading. 
The remaining Level III words, poll tax  and registered,  are well supported by 
the context of the last paragraph, and would not likely need any pre-teaching.  
 
Introductions in general are more likely to need support before reading, but 
even here, a third of the Level III words could be determined from context.  
The first Level II word, determined , indicating that much of what follows in 
the passage is based on skin color, is essential to understanding the 
passage.  The power of determined  here lies in the notion that skin color in 
Montgomery, Alabama at that time was the causal agent for all that 
follows.  The power of the word and its connection to the topic merits 
intensive instruction. It is also a word with multiple meanings, likely to 
appear in future texts, and part of a word family (determine, determination, 
determined, terminate, terminal).   
Second-class, worship, and obstacle are more concrete and supported by the 
text. Though literacy  is less concrete, as well as part of a word family 
(literate, literature), it is not central enough to the meaning of the passage to 
warrant intensive instruction.  

Rigged, disqualify, harassment,  and grievan ces are more central to the text 
and the topic in general, and are likely to appear in future social science 
texts.  On this basis, they would merit more intensive discussion. 

(Allow time for discussion and check for understanding) 
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 Core Content Connection:   .Ï× ÉÔȭÓ ÔÉÍÅ ÔÏ ÁÐÐÌÙ ÔÈÉÓ ÔÏ ÙÏÕÒ ÃÏÒÅ 
instructional materials.  To complete the activity, work through the same 
process that we just practiced on the previous slide. 

 

1. Identify a passage of text from your core instructional materials. 

2. Preview  your assigned passage.   
3. Identify  Level II and Level III words.   
4. Complete the t -chart for the words you have identified.  Which words 

will need more time and attention and which words will need less 
time and attention? 

5. Use the questions on the slide to reflect.  /Æ ÔÈÅ ×ÏÒÄÓ ÔÈÁÔ ÙÏÕȭÖÅ 
identified as needing more time and attention, what 4 words would 
you choose to preteach before students read the text?  Why? If your 
words are already identified for you in your core instructional 
materials, how does this information align/support those word 
choices or not? 

 

 (Allow time for participants to work with a partner or table group to discuss.  
Tell participants to keep the handout with four words they chose at hand, as 
we will use it for several activities later in the presentation.)  
 

NOTE: Here are some possible questions and examples, if needed: 

¶ What words in the passage would be central to the text? (Possible 
answers- environment, exhibit, impact, investigation.) 

¶ Were there any frequent words?  (natural environments, etc.) 
¶ What words were portable or fit under general academic vocabulary?  
¶ Were there any words with multiple meanings? (Environment ɀ as in 
ÅÃÏÓÙÓÔÅÍ ÏÒ ÏÎÅȭÓ ÓÕÒÒÏÕÎÄÉÎÇȢɊ  

¶ Any words with affixes (perhaps exhibit ɀ expose, exhibition, 
morphological variants)  
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 (Share examples on slide.)  
 
A fantastic way for teachers to identify words quickly is using Academic Word 
Finder from the website Achieve the Core. (Show website examples, if time 
allows) 
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 Not only how words are made up of individual sounds (phonemes) but also 
word parts that linguists call morphemes.  Morphemes are the smallest units 
of meaning in words (to rÅÍÅÍÂÅÒ ÔÈÉÓȟ ÃÏÎÓÉÄÅÒ ÔÈÁÔ ȰÍÏÒÐÈÅÍÅÓȱ ÁÎÄ 
ȰÍÅÁÎÉÎÇȱ ÂÏÔÈ ÂÅÇÉÎ ×ÉÔÈ ÔÈÅ ÌÅÔÔÅÒ ȰÍȱɊȢ  4ÈÅ ÒÏÏÔ ȰÍÏÒÐÈȱ ÍÅÁÎÓ ȰÓÈÁÐÅ 
ÏÒ ÆÏÒÍȱ ÓÏ Á ÍÏÒÐÈÅÍÅ ÉÓ ÔÈÅ ÓÍÁÌÌÅÓÔ ÔÈÉÎÇ ÔÈÁÔ ÆÏÒÍÓ Á ÐÁÒÔÉÃÕÌÁÒ 
idea/meaning.  In school we call them prefixes, affixes, suffixes, roots or base 
words.   

There are two basic types of morphemes:  free and bound.  Free morphemes 
can stand alone as wordsɂthey do not have to be combined with any other 
morpheme to make a word.  Bound morphemes are word parts that must be 
attached to or ȰÂÏÕÎÄȱ ÔÏ ÁÎÏÔÈÅÒ ÍÏÒÐÈÅÍÅ ÔÏ ÍÁËÅ Á ×ÏÒÄȢ  4ÈÅ ÍÁÊÏÒÉÔÙ 
of morphemes in English come from one of three ancient languages:  Greek, 
Latin, or Anglo-Saxon. 

Morphology is the study of morphemes in a language. Words contain one or 
more morphemes, or units of meaning. When it comes to different disciplines, 
ÔÈÅ ÆÒÅÑÕÅÎÃÙ ÏÒ ÖÁÌÕÅ ÏÆ ÐÒÅÆÉØÅÓȟ ÓÕÆÆÉØÅÓȟ ÁÎÄ ÃÏÍÂÉÎÉÎÇ ÆÏÒÍÓ ÄÉÆÆÅÒÓȢ  ,ÅÔȭÓ 
look at some examples.  

   

https://achievethecore.org/page/1027/academic-word-finder
https://achievethecore.org/page/1027/academic-word-finder
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 Researchers White, Sowell, and YanagiHara (1989) found twenty prefixes 
that are frequently found in the print we use in schools.  Teaching students 
word- learning strategies that include prefix instruction provides access to 
the meaning of words.  These are common meanings, but not exhaustive. 
How is this important to your content area? 
(Discuss chart and give examples.) 
 Ȱ$ÉÓȱ ÍÅÁÎÓÁ×ÁÙ ÆÒÏÍȟ ÎÏÔȟ ÏÐÐÏÓÉÔÅȢ 
 
4ÈÅ ÐÒÅÆÉØ ȰÄÅȱ ÏÆÔÅÎ ÍÅÁÎÓ ȰÄÏ×ÎȾÁ×ÁÙȱ ÓÕÃÈ ÁÓ ÄÅÓÃÅÎÄȟ ÄÅÄÕÃÅȟ ÅÔÃȢ 
4ÈÉÎË ÁÂÏÕÔ ÙÏÕÒ ÓÕÂÊÅÃÔ ÁÒÅÁÓ ÁÎÄ ×ÈÅÒÅ ÙÏÕ ÍÉÇÈÔ ÐÕÔ ÁÎ ȰØȱ ÏÎ ÔÈÉs chart. 
(Wait time and discuss.) 
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 Un is another example of a prefix. Explicit instruction of prefixes is an 
effective strategy for deriving meaning from words.   
)ȭÍ ÇÏÉÎÇ ÔÏ ÍÏÄÅÌ ÔÈÉÓ ÆÏÒ ÙÏÕȢ ɉ3ÈÏ× Á ÃÏÌÏÒÅÄ ÉÎÄÅØ ÃÁÒÄ ×ÉÔÈ un on it.) Un 
ÍÅÁÎÓ ÎÏÔȢ ,ÅÔȭÓ ÔÒÙ ÓÏÍÅ ×ÏÒÄÓ ÕÓÉÎÇ ÏÕÒ ÐÒÅÆÉØ un. 
(Show a white index car with familiar  on it.) Our base word is familiar. Where 
does the prefix go? (pause for participants to answer) Yes, the beginning of 
the word. (Place the prefix un in front of familiar.) Now we have unfamiliar. 
Tell me again, what does un mean? (Not.) What does unfamiliar mean? (Not 
familiar) (Repeat the process with happy and likely.)  
.Ï× ÉÔȭÓ ÙÏÕÒ ÔÕÒÎȢ ɉ!ÓË ÐÁÒÔÉÃÉÐÁÎÔÓ ÔÏ ÃÈÏÏÓÅ Á ÐÒÅÆÉØ ÁÎÄ ÔÒÙ ÔÈÉÓ ÅØÐÌÉÃÉÔ 
instruction technique.)  
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 Here are the most frequent suffixes.  

The idea of defining morphemes is to provide students with clues to word 
meanings.  And if you recall, earlier when we discussed how readers come to 
ÃÒÉÔÉÃÁÌ ÓÔÒÁÔÅÇÉÃ ÃÏÍÐÒÅÈÅÎÓÉÏÎ ɉ3ÃÁÒÂÏÒÏÕÇÈȭÓ ÒÏÐÅɊ ËÎÏ×ÌÅÄÇÅ ÁÔ ÔÈÅ ×ÏÒÄ 
level plays a role and, in this ÃÁÓÅȟ Á ÓÔÕÄÅÎÔȭÓ ËÎÏ×ÌÅÄÇÅ ÏÆ ×ÏÒÄ ÓÔÒÕÃÔÕÒÅȢ  
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 How could we apply explicit instruction to suffixes? 
(Wait time and invite responses.) 
We can use the same explicit instruction routine we used for prefixes. 
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 Activity: Handout 2 (14 Valuable Word Roots)  
Knowing the meaning of one root word can provide a bridge to the meaning 
of other words related in meaning.  The 14 root words in your handout and 
on the slide actually provide clues to the meaning of over 100,000 words!.  
It is important to know that this slide and handout reference should be used 
as a teacher reference in helping students understand how roots work in the 
English Language.   Use specific word teaching strategies.  Instead of 
providing a list of root words and having students memorize roots, words 
and their meanings, use what students know already know about words and 
transfer that knowledge to new words that contain the same root word.  
 
Root words are a type of morpheme. Root words are different from base 
words. Base words, are recognizable English words. Root words are from 
ÒÏÏÔÓ ÔÈÁÔ ÐÒÅÄÁÔÅ %ÎÇÌÉÓÈȢ 4ÈÁÔȭÓ ×ÈÙ ÔÈÅ ÓÐÅÌÌÉÎÇ ÃÈÁÎÇÅÓȢ )Î ÔÈÅ Indo-
European proto-language, these show up as specific words.  They appear 
across multiple languages, not just Greek and Latin roots. Their spelling will 
vary based on the grammatical use of the word because the ancient languages 
had specific rules around how the roots would morph depending on the 
context of the sentence or use of the word.  Root words can be bound or free, 
as discussed on slide 33. 
 
Work with your structured partner. Choose a root word from the list.  Then, 
work with your partner to brainstorm a list of at least five words that have 
the same root and are also related in meaning.  If you finish early, choose 




